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ABSTRACT )

The education of teachers is presently accomplished
in a haphazard and fragmented manner. Students are generally required
to take course and field experiences which are individually
pertinent, but courses lack unification and are divorced from the
realities of schools and children, and the field work all too often
lacks the theoretical support and feedback necessary for the
development of competent professionals. In order to unify and
integrate the teacher preparation experience, (a) the development of
attitudes, skills, and understanding needed by a professional teacher
must stand as the goal of the entire program; (b) theory and practice
should not be academically separate but integrated particularly in
the realistic setting of schools, pupils, communities; (c) teacher
developmental centers should become the locus of the major portion of
a student's learning experience; (d) experts in all the relevant
disciplines should be communally invelved, operating as teams with a
conmon  student group for a significant length of time; (e) the
critical field aspects of undergraduate programs should be pursued
intensively, with a minumum of the equivaient of two semesters; and
(f) the undergraduate and graduate programs leading to the two
prevailing levels of teacher certification should be planned and
operated as a whole, and experienced by the student as an integratecd
unit. (HMD)
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Teacher Education, as with much of instituticnalized education,
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follows a cook book principle—-predetermined measures of ingredients
are ;dded seriatim, and out of the mixture, baked in the oven of
student or apprentice tcaching, allegedly emerges a teacher,
Unfortﬁnatcly, the cake, or teacher that results, may or may not be
properly baked, deprunding upon the quality of the final process of
using or baﬁiug all the ingredients, but more crucially, unlike the

cake, which gets eaten with its effects being hopefully transitory, “

from temporary well-being to indigestion, the teacher continues on
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and can be expected to change, develop, or deteriorate in his effects
on his/her clientele for a professional lifetime. Thus the flour,
sugar, spices, flavoring, shortening, which constitute the coursc and
experience ingredients in the prolisis r§ baking of a teacher never
finally determine what the teachey wlll be and do five years, ten
years, or twenty years hence. All we really base our stamp of approval
on, through the attainment of a teaching certificate earned in a state
approved pirogram of certification, is the completion of a stated

nunber of ingredients in the recipe--four measures of psychology,

three of wmethods, throe of foundations, four of student teaching, a

generous helping of liberal avts——the proportion depending upon the

stoutly that the result is only a "begimning" cake (teacher), therchy
O
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relieving ourselves of responsibility for what happens later. Then,

if the beginner comes back to us for his mandatory graduate study

to btocome finished (or finall& certified) we add éome more ingredients,
usually on the outside, like icing which doesn't haye to be bakca

in the crucible of eﬁpericnce, and the "finished" product results,
soon to achieve tcnure; which relieves it of becoming accountable

for the possibility of becoming stale.

But teachers aren't like cake; or bread, you say, and it takes
more to develop int§ a dynamic, growing; effective tcacher, than to
be exposed to pre-packaged learning units, master them temporarily,
and then be considered completely formed, without more than passing
regard to the continually changing circumstances and nceds that besct
any true professional engaged in guiding human development and
bechavior. Agreed, 2s any cven modcrately effective textbook on the
principles of education will cmﬁhcsizc, but the agreement, sadly
enough, is on principle and not sufficiently embodled in the prevail-
ing process of formal teacher education. True, teacher education is
thereby following and falling in line with some of tﬁe most damaging
assumptions underlying much of higher education, particularly the
larpely unliberal liberal arts. What is an educated man wve ask? By
looking at the requirements for.u B.A., the mark of a student who
allegedly is preparing for life and not a living (as outrageous a
canard on the motivations of the young people of today as can be

imagined), the prevailing cookbook recipe becomes apparent--so many

measures of literature, composition, social sciences, natural scicneces,

forvien Janrvavres, phyvaiecal education, and among the Lingering
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old-fashioned, a dollop or two of the classics, and an "educated"
batter emerges, not even baked in the oven of unifying experience
as in education for the professions, inadequate as that may be.

Common to this institutional fragmentation into discrete

courses, vhich are taught as entities in themselves largely because et

the professors are specialists who have made a career of and been
rewvarded for their competence in depth of their specialty; is the
assumption that the student will make the conneétions; integrate the .
parts into usable wﬁolcs, apply them in the day-to-day conduct of

his profession, and emerge, largely unaidéd; e#cept by his own
genius, as a complete professional.

No assumption rests on more treacherous foundations.

Whatever evaluative research has been done on the effectiveness
of teacher education programs, quantitatively impressive but most
frequently based on retrospcctivé testimony sought from its recent
graduates, generally favors those elements like student teaching and
other pguided fiecld experiences far above the much maligned "education"
courses vhich are almost universally condemned as beiﬁg irrelevant
to the daily demands of teaching. Others, numerically fewer, ascribe
a much morce significant influence, good or bad, to the advice of
colleagues, sympathetic tcachers for the most part, and to a signifi-

.
cantly lesser extent school supervisors, than the remembered prepara-
tory coursc work and expericence in the formal teacher education
program. The weight of this voluminous cvidence, though much of it
is admittedly intuitive and based on testimony and bardly "scientific"

in the aceepted senso, gives propeans for the prenaration of hepinning

teachers gpeunerally low vatings, at Jeast In eyes of those who survived



them and these who vere faced with the consequences of their first
attempts at belng beginning teaclhiers, particularly in inner-city
urban school systems. ’

In rebuttal to the above, one must acknowledge the many largely

government and foundation sponsored experimental venturces of the last

+

two decades'design&é to 5mprOVG and redesipgn teacher education,
particularly for disadvantaged peopulations. Many of these were and
are admirable in conception, far—siéhted, hiphly professional, and
even idealistic in the best sense; (The scveral collepes of City
University of New York have made and continﬁe to make many noteworthy
contributions toward this eﬁperimentation toward needed change, at
least three having rcceived national recopnition through prestigious
awards.) But as one rcads the mountains of reports and analyses of
these efforts, onc is struck by several disturbing characteristics
which most, if not all, have in common:

1. Xach of these prograﬁs, for tih. most part, involves
significantly small numbers of students and profess. onals. It is
probébly true that all of them together in any given vear f£all chort
of equalling the cutput of beginning icarhers produced by conventional
programs of one large urban public teacher institution.

2. The overwhelming majority of these efforts require funds

.
considerably beyond the prevailing support level of teacher education.

3. VWhile such start-up funds for cxperimental and pilot
ventures are eminently Justified, and usually beyond the resounces of
inatitutions that must centinue Lo carry on their repular programs,
there ds o odnevitible exhauntion of the horn of plenty, and the
cxpectation that the lecnens learned carry over into the propram

-
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of the university under funding un-supplemented by geant bounty
all too often falle by the wayside for lack of support.

4, There is preciously little evidence, at lecast to judge by
the literature in teacher cducation, wvhich has never suifered from
a paper shortage, of a 1asting institutionalized cffect of these
eiperimcntal projects, With some of the more recent, and on paper
at: least highly promising, it is too carly to tell, but it must be
admitted that on thg wholé the picturé is bleak;’and teacher
cducation is far from achieving the revolutionary changes that so
many of our leaders in the field have been demanding for so long.

0f course, tnere arc many reasons for tﬁcse fundamental
shortcomings—-the expectation to conform to rcstrictive academic
conventions inappropriate to professional programs traditionally
relenated to minerlty status in comprehensive institutilone,
certification and accreditation requirements often- interpreted as

restrictive and prescriptive (particularly by‘thosc who find comfort
(sormchow good new ideas alirays scem to cost more), congenital lack
of commpnality in ountlook, philosoply, responsibility, and apprecia-
tion of‘the neced for coordination between schools and universities
on teacher preparation, evaluation, and program development,
(Universitics: "We preparce teachers for schools as they should bel"
Schools: "Ue want teachers prepared to function in the schools as
they are."). The list can be aupmented almost indefinitely, but
however they arce stated, and hovever much truth they represeat,
reasons ave nal Jusiilicativas, particularvly i0 pressing needs for

effective chanse overeeieh the nev happily past cwerpency  teacher



shortage which encourgged preparation in quantity in the shortest
possible time span at the expense of quality attainable only after
gradual maturation in training and correlated experience. We have,
therefore, in the bulk of our effoxrts affecting the majority of our
future and in-service teachexs made do with piece-meal, fragmentary
cfforts, intimldated by the dcadening weight of academic conventions
vhich required teacher education to conform to patterns of higher
education that grew historically out of largely non-professional
neceds (not that these themscelves are fulfilled by present academic
practices!), intimidated, as well; by a rewards sytem for training
practitionerslwhich tended, with few noteworthy excepticas, to judge
them for advancement by standards often inappropriate to their
professional function, lecading to the assignment of the most crucial
clements of teacher education--~the guiding of develeping teachers in
realistic school situations--to junior, even part-time adjunct
professionals, while those intcrested in advancement followed the
familiar academic advancement path of meeting classes—--as few as
possible~--in an academic environment divorqed physically and
psychologically from children and schools--and using the time thus
saved to engage in the traditional activities like scholarly "research"
and publication without vhich academic advancement ls well-nigh
impossible or moonliphting in other institutions for extra pay, or
conducting othcer private profesaional ventures. One somctimes comes
to the impression, cextreme thouph it may well bhe, but nonetheless
bascd on significant reality, that no fivst-hand knéwlcdge of, and
no coubinu: . expericnce with schools, is looked upon less as a
h:n.ldi‘cup, but ineredibly oven as a virvtue by Tavge segments of our
Q
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university-based teacher cducation.profession, particularly among
those of highest rénk and influence.

This is not teo say that individual courses cannot and arc not
at times extremely effective, that the professional guidance given
to prospective and in-service tecachers is not often eﬁtremely
effective regardless of the academic standing of the supervisor and
seminar lcader. Nor can one fail to acknowledge the effectiveness
of the many efforts, notably téachcr education programs within City
University, to relate university classroom discussion to correlated
ficld experiences both in schools and in the community, by various
combinations of dircct ckpericnce; observations, participation, and
such valuable vicarious adjunct experiences as observation of
video-tape, film, and discussions with puest informants.

Yhen such multi-oxperience programs are proverly coordinated,
so that what is seen, recad, heard, and divcctly applied in some
form of teaching, is brought together in influencing the professional
grovwth of ecach student, they are meaningful., If, on the other hand,
as tragically happens all too frequently, the experiences remain
larpgely unrelated to what transpires in fhe collepe lecture or
discuscion, whatever student prowth is achicved, minimal at hest,
is purely accidental.,  Such indispensable coordination can only be
achieved if all the professionals involved plan, work, and constantly
Leep in communication with one another. In larpe institutions lilke
at City University, vhere multiple coursce sections are the rule and
not the cxeeption, where several professors, teachers, and supervisors

in the Ficeld will Le dendivey vith many studeats fu a variety of

hopafully plaoned Field experionees, the necded professional

~7=
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coordination caunot_bc left to chance, it must be planncd and carried
out within habitual modes of communication. Therefore, the profes-
sional courses that within the programs of City University are
bccominﬁ increasingly enniched by field e#pericnces, can be expefienced
and learned from as coherent wholes, rather than disparate, fragmentary
components, only if they are consciously planncd and carried out as
such, with all the required professional teamwork indispensable to
their success.

Even more disastrous is the danger that the various sequential
courses and c#perienccs that make up a program, even though on paper
they scen to follow a logical and graded pattern, rarely, in practice,

operate as an integrated whole, unified within the experience of the

student. As a result, duplication among content, field experiecnces

unvelated o one another and {inding acceptance niore often as

service to the school or agency with only accidental, unplanned
outcomes in learning, the resentment by students of the greater
proportion of time spent per credit than in conventional cellege
courses, the toleration at best and the resentment at vorst of

nceeded cooperating professionals in schools and community agencies,
but most of all the Jack of realization of pcrsonal growth and
competence as a profcssionalAtunchcr by the student become a constant,
cver-picsent danger.

Apain, the causes of such propram mnlfﬁnction are not difficult
to find, althoush once would ba hard put to defend them ds being
Justificd by cireumstances.  The preat nuinbors of students and the
large profossional ctaits needed to guide their leacning Ina an urban

gystem TLile that of City Univerasily is nothing less than stagpering.
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During the last two years the nurber of stgdcnt tecachers from CUNY
averaged more thaﬂ 3000 per semester. Vhen one considers that at
Jeast a corresponding number of cooperating teachers will be actively
Involved with up to a thousand university professionals, one m&st
conclude that the proper coordination of effort of as many as seven
thousand studénts, cooperating tecachers, and university personnel
is indced a formidable problem. The problem of size is further
amplified when one considers tﬁat the student bOpulation preparing -
for tecaching is by.far the largest sinpgle professional interest group
within the senior units of the university, varying from a low of QOZ
to a high of over 50%Z. 1Inevitably, wedded as we are to academic
conventions, this all too often results in a student being known
marginally and fractionally by many professors, aund most likely
lastingly known by none. Similarly, because of the large professional
staf{ required=-Departments or Schools of Education within City
University are usually among if not the largest professional group
within the senior units of CUNY--it is rarec for any professor to have
the opportunity of knowing any of his students really well, and if he
docs, rarely for morce than one scmcster;

Coupounded by the problem of size, but not ncccssarily.its
product, is the growving tendency of large Departments or Schools of
Lducation to scparate into smaller units aleong traditionally

. » . . -y . 1
"disciplinary" lincs--"TFoundations,"

"Curriculm and Teaching,"
"Special Fducation," cte.  VWhile such separations may have political

advantapes din a collepe in vhich Pevcomel and Budpet Committcces are

orceniad along seastorial lTines—=Classien (Mhede Taland) has the

-0~



same nuiber of votes as Eaglish (California)--they further
exacerbate the alrcady existing difficultieg of communication among
o
professisnals in politically separate but functionally related
disciplines. (In addition, they increase the cost of administration,
which faculties consider non-productive in any case.) Only in
academia are the purveyors, users, and extenders of knowledge
compartmentalized along lines that are usually vestigial re%%nts
of another age. Certainly in that much maligned life outside of the
rwusty shelter of ivy; organizations much more often follow needs
and are project— and problem-oriented, requiring the working
together of professionals with different but functionally comple-
mentary backgrounds of skills who stay together for the duration
of the need or the project, and subsequently disperse into other
affinities of nccessity., Only in a University can the specialist
in human development and learning function largely unchallenped in
separation from the specialist in teaching methodology, or the
speaialist in social foundations of education and the specialist
in school administration find little reason to collaborate profes-
sionally, as indeced the political scientlst and the historian will
battle to the death over jurisdiction over a course on the American
Preaidency.

Vhether the result of design or tolerated circumstauces, one of
the privary rcasons for the frapmentation in the student's develep-
nent and self-realization as a professional dis this prcoccupation
of: his mentors with their own gpecinlized inturcsgs with its
yeaultone tondency not to appreciate the necessity of commmication

and ecooperative planming and collaboration with his colleapues in

]:IK\[C -10-
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matters that affeect directly the developmeni: of the student

19
re

share. A sequential teacher education program should not be the sum
but the product of its parts; with\eaéh.clcmcnt not added to but
integrated into the whole. While the organization of the contribut-
ing professionals into political rather than product— and project-
oriented units will not necessarily by itself prevent the development
and conduct ef such a unified preogram, it will certainly make it

more difficult to rcalize.

It is pertinent to note that by far the most honored and success-
ful of the wmany experimental programs in teacher education nation-
wide and. indeed vithin City University in the last decade required
the working together of inter-disciplinary teams of professors,
teachers, and resource persons vith relatively small groupings of
atudents, thus achieving a communal\unity and coherence that is
almost completely lacking in the fragmented piling-up of discrete
courses and experiences under tﬁe equally frégmentcd lecadership of
non-communicating professionals cach committed to his own small
portion without planned reference to or direct coordination with the
contribution of his ceclleagues that characterizes the “programs™
passed through by the great majority of teacher education students
in the large urban unlversity.

Hovever, these dangers of°£rngmcntation, Yack of cohesion, and
integration within the cxpericenced professional development. of each
future teacher in pronrams leading to a besinning tceacher's
cortificate pale into relative insipnificance when one notes the
almest wniversal separation of pré—snrvjcc cducation from first level

pratunte fn-corvies "eulmination” trainine leading to permancent

-11-
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certification, and of both to the continuing need for further
development of  the carcer teacher.

It is generally recognized, and supported by many studies,
that the first years of a teacher's sexrvice are crucial in the
teacher's development, and indeed in his remaining in the
profession, far more crucial, it is maintained, than the pre-service
training. Yet City University, with consistently more than half of
the new appointments in the New York City public scheools products
of its owm teacher education programs;* does no follow-up of any
consequence designed to assist the beginning teachers in the area
they require assistance most, IN THEIR DAY BY DAY PERTORMANCE 1N THEIR
SCHOOLS, PARTICULARLY IN THE CLASSROOMS. Yet if there is any rationale
at all underlying the five-year training requirement leading toward |
permanent certification it is the necessity for a coordiﬁated
continuum of training that will build teacher competence gradually
through planned, coordinated, gréded experience and integrated study
with the help and supervision of professionals. Teacher education
at CUNY, as with most other comparable institutions, has preferrcd
instead to follow the academic tradition of non~professional higher
education--a scparation of undergraduate and graduate programs witﬁ
little coliesive interrclationship, no sensc of an orderly continuum,

and certainly no expericnce by the student that one not just follows,

* 0f the 50,753 tecachers employed by the FNew York City public schools
between 1961 and 1967, 26,551 recceived their baccalaureate deprecs
“from a CUNY ceollepe. Althouph more recent statistics are not readily
available, theve is no reason to doubt that the proportion has not
at least been waintained in subscquent yeavs,

~12-



but is built upon the other. This separation is compounded by the
fact that the accreditation standards. applied to the CUNY senior
units, geared to the academic traditions of the lﬂ;eral arts (which
are as ﬁadly out of countenance with modern yealities as they are

for professional educatian) encourage, even require, separation
between graduate and undcrgraduatc in faculties, control, standards
(ostensibly higher for graduate, but in the experignce of many
students actually lower), faculty load, and a wﬁole host of additional
caste distinctions which have theiy best countexrpart in the distinc-
tions between first-class and economy class in air travel except that
at least in travel both claébs'reach the same destination at the

same time.

The problem, therefore, is two-fold: 1. Providing a.continuum
of graded and coordinated learning experiences embracing hoth pre-
scrvice and the first, crucial ih-service years of the developing
teacher, and 2. Including in the years of in-service development
coinciding in time with graduate study, emphasis on gulded growth
in the teacher's performance as a professional in thé.position he
or she holds, as part of the beginning teacher's graduate study.

There are problems, of course. In the first, what of the student
who comes to graduate study in one Ingtitution from undergraduate
study in another? At the present, unfortunately, it deesn't scem to
make much difference educationnlly, and geogpraphic and other considera-
tions of convenicence determine the student's choice. llowever, if
there vere programaatic features of graduate study which made it

profcasienally desivable for the student Lo continue trajning in a

-1 3~
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program that was coordinated and grew organically out of his
undergraduate exparience in content, experience, and professional
pcrsonnel; many more students, particularl& the great majority

of CUNY teacher education graduates who accept appointments within
the New York Metropolitan area, would choose to continue in the
program vhose first phase they completed as undergraduatcs. For
those who for a varicty of many reasons choose to enter a graduate
program not part of their original professional training experience, .
their plight would be no worse than it is now for substantially all
teacher education graduaté students. In fact, it might even be far
better if the graduate program chosen is closely related to their
own present professional development and provides assistance in

the practicalities of their service as beginning teachers, correlated
with further development in their cognitive, conceptual, ﬁﬂd
affective development as maturing professionals..

In sum, then, with respect to graduate study geared to permanent
certification and the development of the beginning teacher to an
acceptable level of professional development, two conditions would
scem to be of paramount importance—-.. The organization and program-
ﬁing of the total teacher education sequence as a continuing process
of graded and interrclated study integrated within the students'
growth in knouledge, power, and ;hat exceedingly complex of
competencies required of a teacher puiding learners, and providing
practical and realistic opportunitics for obscrvation, participation,

and guided teaching activities culminating in recopnized, full-

fledped prefessional practice, and 2, Provision for an unbrolien
continuum of study in cach teacher cducation iustitution, disrcearding
-14-



the traditional distinctions and cxperiential gaps between what
is traditionally considered undergraduate and graduate, even if it
means, and hopefully it will, that préfessional programs be allowed
to divest themsclves of the inappropriate academic trappings of the
dominant non-professional majority.

The life of a critic is faxr easier than that of a playwright.
To judge is simpler than to create. To decry what is comes more
naturally than to suggest and help to build towaxd what should_be.
Satirists and night club comedians glory in the former and are
honored, a Socrates tried the latter and had to drink the hemlock,
and a Jesus was crucified. Haviung neither the wit to successfully
commit the former, nor the fortitude, nor indeed the inspiration and
self-abnepation, to invite the latter, this writer will endeavor
to steer a course safely in-between, by making certain sugpgestions,
some of which are already within the programs of City University,
though at most on a small scale; and some ig germinal tentative
form, and which may (the emphasis will have to be on the level of
possibility rather than certainty) upon further study be within the
human and financial resocurces of City University and the schools it
serves in its teacher education prograws. It should also be emphé;
sized that contrary to the rigid precepts of much doctrinaire
educational theology, there are and had better be many paths to
attain heaven, vhile the specific paths or foxms may differ, there
should and can be agrcement on the basic virtues to be atilained.

One of the mogst uscful features of the compeotency or performance
based teacher oducuti;n mnvvmont,.vorbiugu"riddvn to the point of

incomprehensihility thouph it may be, is its emphasis on professional |

—-15-
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objectivities and accountability for their attainment., The most
promising of tﬁcse program attempts endeavor to determine the
competencies nceded by the teacher at yariosus stages in the
dcvelopﬁental projecct-—~the beginning teacﬁer'provisionally licensed,
the experienced teacher permanently licensed, and the teacher in-
sexvice needing additional assistance as conditions change or

sceking training toward specialties like guidance and school
counseling, administration, etc. In other words; you determine the
results desired, behavioral, cognitive, attitudinal, ctc., at

several stages of developuent, and design the programs accordingly.
Less proﬁ*sing, to this writer at least, are the attempts to define
courses and expecriences that already ekist in terms of their
objectives in the development of specific competencies, énd improve
each of them accordingly, most ofiten in either content or organization
into contractual "modules" (whaécver became of the ﬁnit?) or hoth,
Whatéver means are used, however, the unity of any program of teacher
education can not be achieved unless it is roal-~centered and unless
these goals-—-all centcred about the effectiveness of Ehe teacher as

a competent professional--pervade the entire program, are committed
to by the professional staff, and above all are experienced and
appreciated as such by those who are the direcct beneficiaries, the
teacher education students. TFurthermore this process of designing
tovard professional goals must be a continuing process, not one that
is enpgaged in once for cach program and then laid aside until the next
round or until certification and accreditation imperatives decrce its
nceessity.  Conditions in achoolg, the commugities they serve, the

nature of the futurve and present professional population, to mention

-16~-



but a few key factorsjyare in a constant process of change and
development nocessitating corresponding adaptations in programs. In
addition, the expericnce and appraisal of those engaged in the
program-itself, and in particular the professional performance of
those who arc its products, provide a continuing basis for change.
(The current literature in teacher education ohscures the meaning
of this process bf naming it "fcedback loops.'") Thercfore, built
into a unificd goal-centered program is a continuing process of °
evaluation by all those engaged in it, and the necessary flc#ibility
to enable the indicated adaptations and accommeodations to be made,
Ro course, no experience designed for learning can be alloved the
luxury of justification by its own e*istencc alone in a professional
program., It must be judgcd in the final analysis by the degree and
the quality of its influence on the growth of the develop{ng
professional. In addition, it must be recogu;?cd and accepted as an
underlying characteristic principle of the learning-to-teach process,
that the development of competencies is a cumulative and integrative
process rather than the addition of discrete‘onc—time guided study
and cxperiences. One does not learn teaching compe: encies exclusively
by taking a coursc in 'methods" (sorry! "intervention strategies')
L

but, a continuing, hopefully upward wmobile process of developunent that

A
. L]
cannot be encompassed in a single course, or a scries of discrete
courses comprising a fraction of one's professional program.
A major stuabling block is the inability or more accuratcly
the unwillingness of professionals to agree on how teaching ability

is to be measmured.  The craipresent donger is that with this drive

toward accountability only those competencies that are readily

Q -17-
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(or "objecctively") measurable will be given precedence in any
competency-based program, while those qualities that are less
readily measurable in quantitative terms are qegleétcd. Broudy

of Illinois has repeatedly made the point that the most critical
qualities of a teacher, he calls them philetics, "love, or securing
rapport with pupils",are not precisely measurable. In fact, it has
become fashionable for cextain segments in the teacher education
profession to prétest with a great display of virtue that it is
impossible to agree 6n the qualities that make a gocd teacher, and
therefore judgment is impossible. If that is so, one wonders what
we have been doing all these many vears, and so I am afraid are the
public and its eclected representatives beginning to wonder. The
trouble is that we are wedded too strongly to either a nairowly
defined obhjective weasurement concept which attempts oirhér to apply
"objective" statistically bound methods to that most complex of
phenomena--human behavior and interaction--and thereby demeans and
constricts the art that is at the core of teaching to the level of
the technician, or by recognizing the complexity of the problem,
throws up its hands and takes refupge in the escape that since
teaching cannot vholly be described in objective terms, it is
immeasurable, and therefore all critical judgment is suspended and -
cveryone gets tenure. Either route is fatal in its consequences,
for judgments must be made. In any case, objective measurement is
applicable to ouly a limitcd cﬁtcnt, that is, where it can be applied,
but judgmont énu be compounded of many mvnsurés, objective,
impressionistic, yes even non-rational feelings. Tt often comes as

a shock to realize that student judgnent of teachers hits the marlk

O
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so overwhelmingly whenever it is sought. Someh.ow, the good teacher
alvays manages to get identified as such, as does tie routine
Journeyman, and the one who is miscast in the professioi.. We should
not, therefore, be inhibited in developing goal and competency
oriented programs of teacher education by the difficulty of measnring
attainment, nor, worse still; confine our program to developing
those competencies which can convenieﬁtly be measured "objectively."
The final report of the Higher Education Task Force on Improve-—

ment and Reform in American Education (HETFIRE), Obligation for

Reform, chaired by Dean Denemark of the College of Education at the
University of Kentucky; and just published by the American Association
of Colleges of Teacher Education, recommends in the strongest terms
that central to programs of tecacher education should be the
estabiisnment of Personnel Development Centers. Unile it skirts the
issue of stating what the locale of such centers should be, it does
imply strongly In its requirement that these ccntefs would be the
place where children; future teachers, university professors,

school personnecl, should work togefher toward achieving cémmon
outcomes, that the schouols themselves would most often be the logical
and inevitable locale. The task force further supggests that these
centers have their own budgets, boards of control that would include
representation from the university, the professors, the school
personnel, the studénts, the community, and thﬁ-applicable government
agencies, and would previde a "teacher tvaining that is a continuous
process besinmine ot the tiee oo dndividual decides to become a

teacher and continuing wntil he retives from the profession.”
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The colleges of the City University who have programs in
teacher education have long Qngaéed scheools in almos£ every
conceivable form of collaboxation, though considerably short of the
proposals advanced by HETFIRE. This collaboration runs the gamut
of direct and exclusive affiliation of the "campus scﬁools" variety--
the Hunter Collége Elementary and High School, and the Early Childhood
Centers of Queens and Brooklyn Colleges—-to the casual use of schools
for class and individual visits and student teaching without any
direct involvement in the program or conduct of the schools themselves.
In between there have been and continue to be various intermediate
collcge-school involvements, particilarly at- the semi-formal
“"affiliated schools'" level, in which college and school personnel
have developed continuing professional relaticnships in the interests
ol duveloping competent begiiming teachers. Ia such arrangements,
the opportunities for school-college collaboration-are enhanced by
the wiliingness of college pcrsonngl to spend time at the school not
only for supervision of student teachers but to act as resource
persons for school program development and to work actively with
school persomel on joint program ventures, and by the willingness of
school personnel at both teaching, administrative, and support levels,
to welcome such col]nbofation. Such opportuﬁities are inhibited to
the degree that college personnel spend minimal time at the school,
leaving the responsibility for working with future teachers on site
largely to the teachers in the school with little effort at.
coordination and cp]lnboration. (The recognition afforded cooperating
teachors by piving them "elinical” or "adjunct” status and affording

them thy eppertunily of takinn gpradoate courses without tuition, iz
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no guarantce by itsell of achieving desired collaboration. Indeed

it may tend te have the opposite cffect by encouraging some colicge per-

sonnel to feel less responsibility fo; being and working at the school.)
Each of the City University tcacher education units have

developed "affiliated" relationships with some schools, largely on

the elementary and intermediate scliool level with varying degrees

of success. Several have received grants to develop integrative

cxperimental programs for teacher cducation that are centered in

selected schools and that in several cases represcht genuine

cooperative program plamning, not only for teacher education, but for

the school prog.am itself. All the units within City University are

endeavoring to become more and more field based; one college is

endeavoring to locate the bulk of its program in carefully selected

schools, bul typically its reliance on incressed repular budget funds,

only a fraction of which were granted, has materially reduced the

scope of its initial plans, Bu£ in spite of the cxistence of these

few special affiliated school-collegpe programs, and in spite of the

fact that no undergraduate tcacher cducation student working toward

cervtification can complete his program without direcet involvement
-
v
with schools and children and teachers in observation, consultative,
and teachling experiences, the great bulk of these experiences for
.
the great majority of the future teachers involved, not beinpg part of
a genuinely aud actively collaborvative effort on the part of school
md collepe persennel working topether cexecept on an extyrewely casual,
nou-planned bosis, £all far short of achieving ceven a fraction of

their poteatial, if any at all, This is, of course, one major causc
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of the fragmented, un-coordinated patchwork of training clemcnts
as eﬁperienced by such a large proportion of our teacher education
students.

It is enceouraging indced to note that the new Board of Higher
Education and the Centxal, Board of Education in its recentliy adopted
blueprint for increcased collaboration between the public schools and
the CUNY colleges, includes teacher education with the stroﬁg
implicafion that effonts will be accelerated to establish greater

and more intimate collsloration between scelected schools and the

LN

collegoes in establishing teacher education centers, undev, hopefully,
joint sponsorship and control.

When properly conceived, established, and conducted, such
centers can well provide a strong unifying and integrative force in
a student's developrent as ¢ teacher, lowever, certain inescapable
conditions must be met:

1. There must be coordinétion between‘the program of college
study and the direct experiences of the student in the school setting--
observing, serving, and working with children and teachers at the
school. 7This mcans that the college professor must have direct and
continuing knowledge of the school's program and the school personnel
involved, the children served and the nature of the community in
which they live and its cultural, social, and economic characteristics,
and similarly, the school personncl should have dixcct and continuing
knowledge of the college program of which the schooll is a part. This
means, obviously, (and what a radical idea it still is to some), that
the professors of cducational p.’;_\'lcholug.\', of curriculum and teaching
methodeloepy, of human relations, of cducational sociology, to nume
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but some that should be involved, should live some of their time

at the schoeol in contact with children, tecachers, administrators,
parents; and the community served, In this connaction; a trend is
developing within CUNY to actually hold college classes in Education
in schools. However, this change of locale to school from college
campus, unless it is actively used to facilitate application of
theory in practice and the deriveticn of theory from practice,
thereby facilitating the integrative development of the student, can
have little effect on him e#cept the discomfort of enduring seating
not designed for him. In other words, if the school can truly
become é laboratory directly éerving the program, it can well become
its major locale, if not, little can be gained.

2. TFor a teacher development school center to fulfil its
function at all, the collaboration of school and coliepge must extend
to the mutual acceptance by eaéh agency of the professional personncl
involved. While this condition is becoming more and more recognized,
it is rarely, very rarcly fulfilled. But little is gained, and
possibly much lost, without such mutual acccptance.. It has been
demonstrated time and again that the observation of bad or indifferent
teaching at the school, and the supervision aund course leadership
of inept professors does more harm than if the student skipped them
altogether., But even if it is not a question of quality, but a
significont difference in concepts and methodolopgy, little is gained
if the collepe tenches the desirability of one way and the observed

teacher practices another,
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If such mulual aceeptance is achieved, involving when
necessary the assignment by both agencies of teachers, administrators,
and professors acceptable to both in the conduct of the teacher
cudcation Iuncti&n of the school center, a true laboratory facility
can result, with the possibility of creative college and school
programming, and the recognition and fulfilment mutually of accepted
objectives, using and developing the resources of the college, the
school, and the community in concert.

3. Such élose orpanizational and functional relationship should
help to weaken the schools—-as-they-are vs. the schools-as-they-
shouldwbe conf{lict that so often characterizes, often mistakenly,
the opinions of school toward college and college toward school
personnel. At the level of school practice, the culmination of
teacher education, it should be possible under such an arrangement
to bring the recalities of the day—by—day imperatives and progressive
theory and ideals into a working relationship, so that the tempering
cffcpt of onec and the cnnobling ceffect of the other can result in a
viable product.

4, It scems to be clear from the experience gained by many
experimental programs centered in such so-called "portal" schools -
for tecacher development, that funds beyond those conventionally
necded for traditional college and school prograws are considered a
necessity.  The most successful of these efforts within City
Unchrsitf benefitted fxom the bounty of additional funding, whether
from outside or internal cources or a combination of the two. One

of the City University collegses proposing to convert jts entire



- a study indicating the neced for significant additional {unding.
Perhaps now is the time to make an objcctivé analysis of teacher
education funding nceds at all levels, and for all program types.

It should be recognized that this is no longer, fortunately perhaps,
a matter of grantsmanship, or even cxclusively of seeking additional
funding above the present base, but should involve as well the
possibility of redistribution of what is presently available and
making better use of existing resocurces. This study should include
both college and school {unding.
The Denemark HETFIRE Commission Feport, ..1luded to.earlier,

goes far bevond the recommendations above, particularly in the wmatter

of policy control and program participation, to include not only

the University, and the schiool personnel, but also the community,

the certification agencies, thc parents of the children, and the

college students inv9&¥ed. In fact, the latest "ghrust" in teacher .

education, even more‘;eccnt than PB1¥, is the call to bring teacher

education away from the exclusive province of institutioﬁs of higher
education, into a shared professional enterprise with active
participation of those who are its product, certainly, but also the
public &t both governmental and citizen levels,®

¥From a philosophical point of view groundad dn the ideal of

% \My ie it that our professional literature is increasingly making
use of voecabulory derived from the martial avts?  Thus "thrustg"
once seoemed rove appropriate to fenecing, "stratepy” to the planniug
of military coopaipns, and "intervention' to the methods of police
in curbing riots. )
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participating democracy, such wide partjcipation in publicly
supported'teachcr education is difficult to fault., ¥From a practical,
operational point of view, as any one can attest who has tried, it
is fraught with at least as many problems and frustrations as
achievements, particulariy'in culturally and sociallf heterogenous
urban conmunities, and most particularly in the inner city. The
experience of the TIT pregrams within City University and clsewhere
that featured active community involvement can attest to the great
difficulties of coﬁmunication; the hostilities among groups with
differing cultural backgrounds and aspirations, the lack of staying
power and perseverence of many original participants, and the almost
limitless time~ and energy-consuming nature of such involvement by
all concerned. To a lesser degree, but significant nevertheless,
are ine problems.of wide profcosional paviicipation -prefluacers,
teachers, students. Meanwhile, the business of teacher education
must g; on, and comot wait upon the achievement of consensus at
every step of the way. The exercise of participaring democracy in
an cducational cniciprice is not of and by itself necessarily a
virtue, since the brogram should be judged by the kind of teachers
it produces, not by the process and wmethodology of its controlling
power étructure. In any case, in-this brcadening of professional
and lay involvcment in teacher education, particularly in the
operation of tcacher development centers, constant vigilance wust
be exeincised apainst power struggles, and the deadening, wéight of
endlessly prolonged decision-making procedures and the piling up of
vot another set of burcaugratic impchmcnfa. This is not to say

—-26—
O

ERIC

Aruitoxt provided by Eic:



that involvement of professional and lay elements outside of the
university should not be attempted as a desirable goal. As a rule
of thumb, one might sugicst that those directly involved--professors,
school persennel, and teacher education students should be the first
target in seeking to eﬁyan& their community of intereét and function
into one of shared responsibility for decision—making; The parents,
the community and its leadérs can become involved gradually as the
nature of their participation and their interest is explored in the
conte%t of the éducétional objectives of the praogram. Much will
depend on the nature of the community; the'school, and the college
and the experience and aspirations of each. Therefore, it would be
a mistake to seek a common pattern of organization and modes of
participation and résponsibilities of the various contributing
elements for each center. In the last analysis, the final and
over-riding criterion is a pragmatic one--wvhat works best.

Another problem contributing to the fragmentation ofvteacher
education is the inappropriateness of the traditional scheduling
practices at the college for a viable teacher education program.

It may bc appropriate to schedule a coursce in history in 50 minute
segments meeting on three different days a week (although there are
many who.have long doubted it), but it is certainly an impossibility
to wrestle all but a few elecments in a teacher gducation program

into such restricted micro-molds. In this xespect, tcacher education
is far more comparable to laboratory and studio schedulirg that
rcquiru_largc bloes of time and both extensive and intensive immersion

in the wmany variegated modes, of study and development--observation,
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workshop activities, teaching practice, consultation, demonstration,
group discussidn, cte. Particnlarly in the undergraduate program,
vhen so much of a student's time and attention shohld be devoted to
school Expcrienccs, the requirement that he take courses simultaneous-
.1y outside of teachar cducation (during the favored-by-liberal-arts-
professors’schedule during the morning or even in early afternoon
hours, when the lower schools don't happen to be in session) makes
for a situation that is certainly undesirable for the student and
for his progress as a future tecacher. In spite of all the compro-
mises currently made (limiting the number of courses taken during
studgent teaching, for e%amplc)'there just is no other answer but

the devoting of all the students' study time to specifically
schaduled teacher education for some extended period during his
wndereradnate carcer., Many of the CUNY colleres have experimented
with the professional semester,tusually the lgst semester taken in
college, but if the program for mbst of the students is to be largely
ficld-based as is recommended above, an additional semester (not
necessarily contiguous to the other) or some combination involving
at least half-time commitments for two semasters prior to the fu]l:_
time professional scmester, would scem to be rvequived, for both
clementary and sccondary lchls: In any case, the échcduling of a
largely fiecld bascd, unitary program of tcacher eudcation must
divorce itscelf from the dominaﬁt frapmented schicduliug of the liberal
avts,

Professional propraws in teacher cducation are prime examples

of the ueed for intor-disciplinary study, andt the curricula of all
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CUNY programs reflect that nced. However, as was mentioned before,
the necessary integration of this study in the future teacher's
development is left largely to the student's own devices, since the
system assumes that the whole (the teacher's competence in the
classroom) is the sum of added-on courses., For example, if it is
recognized that human relations skills are crucial to a teacher's
funetion, the "subject" is “covered" in a psychology course, but

under our present system, a psychologist rarely, if ever, monitors

(SN Q\ x(

the stutent's growtﬁ in this crcumél'arca in his preliminary tcaching
experience, or in fact ever after. (The so-called "competency-based"
approach can lenu itself, and indeed alrcady haslin some experimental
programs, to the same fatal inadequacy.)

What is needed, therefore, 1s some way of assuring that the
toacher—to-he in nesured of assistance from as many of the experts
as possible in the areas that contribute to development of the
teachiﬁﬁ function. The future teacher has been a student most of
his life-~the transformation from the role of student to the ;ole
of teaclhier is extromcly cemplex and requires much more continuing
assistance from a variety of expert sources than the occasional
visit of a "mecthods" specialist, or the pragmatic trouble-shooting
counscl.of the tecacher next door. Compounding the problem is the
size of teacher education populations in the average senior insti-
tution of CUNY, and the all too frequantly‘predominant feeling,
particularly in the secondary education arca, that prcpurnhion for
teaching is somatbing added on and slipped in here and there into
the student's program after other educational and personal require-
ments arg sntigficd. The cotablicharnmt of a full-time professional

~20-



semester or year for most of the students will assist in overcoming
the latter, and has already been tried in CUNY with éome success,
but the former rcquires more drastic measures, particularly in
professorial scheduling and practice. Many universities have
recognized the growing de~humanization and de-personalization of

o ne
programs registering large numbers of students. [ Of the most
Y

prevalent, and in expericnce the most promising development, has
been the establishment of relatively small residence-based college
units whosc students formed a learning community with an inter-
disciplinary tcam of professionals who stayed with each group for

a significant portion of their college eﬁperiunce. (Yale and
Michigan are two of many prominent e#amples.) To be sure, the CUNY
colleges arc not residential, but in teacher education there e#ists
in fact and fn poszihilities {for the future a viable focus for such
inter-disciplinary learning commmities--the tcachgr developnent
schocl ;cntcrs, to which could be assigned tcams of professionals
representing the major contributing disciplines and a to—be*deﬁermincd
number of students who would stay together in a mutually beneficial
learning experience for the duration of the whole or at least a
major portion of the students' professional development program.

Thhs all the major aspeccts of teachér development: would be built
into a continuing, cumulative program combining group meetings, field
experiences in the commonity, classroom observations, teachers'
conferences, parents' mectings and consultations, tutoring.childrcn,

. classroom teaching, assistance in the many non-classroom school
funciions, cre., wvith the jntorndiﬁciplinufy tecam of professionals

comtinually available for beth Jormal and fnformal consultation,

O
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discussion, and tcaching. “hus, for example, the student's first
attempts at teaching would have the benefit not only.of the
"methods" and "curriculum' eJI:pe.rt:,' but the.cducational psychologist,
the specialist in guidance, the educational sociologist, and of
course the teachers and supervisors assigned to the team, There are
problems, of course, in such a communal learning organization. TFirst
and foremost, the professional team must be a compatible team, ecach
member of which is willing and able to plan andlwork cooperatively
(as has been and is.being done in so man& e*perimental Trojects
within and outside of City Univcrsity); the question of how much
professional time to be involved for cach member.of.the team must
be made subordinate to the desirability of the results to be
achieved, ways must be found to bring the cost of such an operation
within raoseneble aporoximation of existing University resscurces
(without, in the long pull, requiring temporary outside grants),
which Gntil it-is proved otherwise, should be considered a viable
probability, and similarly, the corresponding monetary and personnel
investment of the school system, a necessary compiement to university
resources in the operation of teacher dévolopment cehtcrs, must be
investigpated and hopefully committed.

Tﬂc first step in such a determination should be to iInvestigate
to what extent present resources devoted Lo pyofcssional teacher

cdycation can fulfil the ncvr needs, through realigmments, instructional
ccononics, and morve cfficient instructional and adwinistrative
organization., If after such a study, additional funding may be

Fomid to be necescary, the request for additional regular support

will rest on fise foundations.

O
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Finally, there is the prevailing discontinuity between
undergraduate and graduate teacher education programs and the lack
of follow-up by the University on bchalf of the beginning teacher
in the first crucial years of tcaching; a major cause‘of the
fragmentation of thc'teache*'s development, as a professional. It
is" time that the entire program--pre-service and in-sexvice--be

conceived and conducted as a unified whole, and most important, that

- professional assistance under University auspices.,. This means that

O
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the new teachers continue to be wvisited in the classroom by the kind
of inter-disciplinary teams of professionals who operated during the
final stages of the students' pre-service program, and who will, as
necessary, focus on the the kind of problems the beginning teachers
face. There is no reason why such performance-oriented assistance,
buttreSSéa by individual couferences, seminars, cliniecs, peer inter-
vigiting, demon  -trations, analysis of video-recordings of élassroom
sessions, should not be included in the credit-bearing activities

of gréduate study. It is cqually csscntiél that this performance~
directed lecarning activity be comp]etely.divorced from the recquired
appraisal.visits and conferences conducted by school supervisors.
There must be complete separation between adminigtrative supervision
and the dcvclopmcntnl assistance offered by the Uniyersity, even

R
though, if properly cxercised, the supervision Qf)a principal or

4
chairman should make. fox improved classroom skills, There remains,

hovever, the undeninbie lact, - that in the former a position or

possibilitics of advinecment may be at stake, which is not the case
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in the Jatter, focusiﬁg as it does exclusivcl? on professional
improverent.

This performance-oriented study, focuséing on the teacher's
needs for sclf-improvcment in the classroom, and most particularly
in relations with studcnts; may encounter the objections of purists
who object to giving graduate credit for such all too practical
study. This is a political rather than an educational issﬁe.
(Remove politics from the Univcrsitf, and only learning will be -
left--a shattering fossibility!) Since teaching has always been
considered an art by philosophers through the ages, one often wonders
vhy the defenders of the faith of Arts degrees consider it with such

disdain. Even the artists and musicians have felt their opprobrium.

e

If a program in art and music and drama focusses ‘"too much" on
developing preficicney din the art itsclf, rather than studying about

it, their students' eligibility for the B.A. and the M.A. is

considéred to be in question, and the B.F.A. and the M.F.A., had to be
invented. Tn Fducation, we alreaé& have the B.S. in Ed..and the

M.S. in Ed., and the M.A.T. (for those who start professional study
after the baccalaurcate), and we may, fof political reasons, have to
find refuge in such philosophically inappropriate conéessions}~ In

my ca;e, the first obligation of a tancher.education program is to

be dedicated to the best possible development of superior professionals,
and not to the upholding of out-moded, inappropriate, academic
traditions. (Perhaps if we had kept the term "pedagopy," as old and

respegtable as any, as universities in most other natiens have, we

mipht have retained some of the surface respecetability so endearing,

to the smothering Jvy of academial )
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In sum, the foliowing are some of the main suggestioné offered
to achieve greater unity and less fragmentation in CUNY teacher
education programs;:

1. The goal of a teacher education program, the development of
a competent profcssionai, should pervade the entire professionally
oricented program of ecach student and be focused on the skills,
attitudes, and understandings needed in professional practice.

2. Theory and practice should not be academically separate,
but should be integrated within the students}! developing eipericnce,
particularly in the realistic setting of the schools, the pupils,
and the comnunity served.

3. Teacher development centers, largely housed in schools,
should become the locus of the major portion of a student's learning
experience, and should be appropriatcely financed with university and
school personnel, future tcachers, parents, public officials, and
other members of the community participating in their policy
determination, and activities in ways yet to be explored, with no
single pattern predominating, at least at the outset,

4. FExperts in all the relevant disciplines should be communally
involved in the program, not exclusively téaching discrete and
separate courses, but operating as teams with a common student gréup
for a significant length of time beyond the common academic course
pattern, and all should Le involved in cvaluating and assisting the
students' in their growth asg practicing professionals. For example,
a student should be obscrved in the classroom, ci}hcr vicari0usl§

by videotape or "live," not just by the "methods" expert, but bv the

34—



psychiologist, the socioiopist, the "subject-matter" expert, ectc.
All the relevant QronSSionals, thercfore should be concerned with
and helpful tg the students' dcvelopiné pevformance as a teacher.

5. The critical field and performancé—based aspects of the
undergraduste teacher development program should be pursued
intensively, independent of traditional college scheduling, with a.
minimum of one full-time proféssional semcster; plus either another
full-time or two half-time semesters scheduled during school-hours.

6 . . . T 3 0 '

. If organlgatlonal patterns inhibit tdwis team approach, they
should be modified. Departments, as they exist within CUNY, are
politieal rather than cducational entities and can easily inhibit -~
the establishment and conduct of interdisciplinary programs like
those in teacher education. Other, moré educationally effective
organizations should be sought to achieve professioﬁal goals.,

7. The undergraduate and graduate programs leading to the two
prevailing levels of teacher certification should be planned and
operated, and experienced by the student, as a unified whole,
representing a continuum of study and growth in the student as a
practicing professional.

8. 'The in-service graduate program should include inter-
disciplinary folleow-up of the student's performance. as a teacher,
and this should be divoxced from the administration supcrvisiop
conducted by principals and chairmen of the schools. If the
question of graduate credit for such follow-up becomes an issue,
it may- be necessary to scek the politieal solution of nrﬁntinn
professional deprees only In teacher cducation. (B:A.P or M\A. P, —~
Bachiclor aud Master of Yedapopy?)
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9. Proper financing of goal and performance based and field
centered programs should be carefully studied with first priority
_glven to ascertaiﬁing the eﬁtent to which present xesources—-
university and schoo] systemy derived--will suffice with proper
redistribution, adjustment, and possible administrative and
instructional economies balancing the necessarily increased outlay
for ncw'aspects. More resources may be needed, but the case for

them must rest on solid foundations.
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